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Chapter 10
BRiTE Mind: Introducing Mindfulness
to Cultivate Personal and Professional
Resilience in Teachers
Helen Correia
Abstract Mindfulness in education has gained increasing focus over the last decade.
Various programmes have been developed for students, teachers and principals,
in efforts to improve well-being and resilience in the face of increasing demands
and stressors. With teachers often at the forefront of these demands, mindfulness
offers the potential to support personal and professional resilience, through enhanced
self-awareness, supporting well-being and developing mindful relationships. This
chapter describes the development of an online module introducing mindfulness
to pre-service teachers, specifically integrating concepts underpinning resilience
as outlined in the BRiTE programme. Key elements of mindfulness are explored
including mindful attention in the present moment, awareness of emotion and culti-
vatingmindful attitudes, such as compassion. These are applied specifically to teacher
experiences to support conscious and mindful action, for personal well-being, and
in the classroom.
Keywords Mindfulness · Resilience · Teachers · Emotion ·Well-being
10.1 Introduction
The past decade has seen growing interest in the development and implementation
of mindfulness related programmes in education. Mindfulness is increasingly being
adopted in classrooms around the world with hopes to improve socio-emotional
learning and student well-being (Semple et al. 2017). This growth parallels the
increasing popularity of mindfulness andmeditation in contemporary secular culture
more generally, with an exponential growth in media and scientific articles over the
past two decades (Van Dam et al. 2018). Consumerisation of mindfulness tools such
as smartphone apps is now being evaluated empirically (e.g. Flett et al. 2019).
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The concept of “mindfulness” historically, has its roots in Eastern traditions,
defined in many ways. One commonly used definition highlights paying atten-
tion, intentionally and on purpose, with awareness of the present moment, in a
non-judgemental way (Kabat-Zinn 1994). Similarly, others have identified common
elements that include, firstly, present moment awareness, and secondly, the quality
or orientation of that awareness (Bishop et al. 2004). These qualities include, for
example, non-judgemental acceptance and non-reactivity (e.g. Baer et al. 2006;
Blanke and Brose 2017) or care and discernment (e.g. Shapiro 2009). Mindfulness
has also been described as a set of meditation practices, a type of skill, a mode of
knowing and a way of being (Alper 2016), which are especially supported by formal
mindfulness practices. Siegel et al. (2016) distinguish between being in a mindful
state, in which we experience moment to moment awareness in a way that allow us
to practice openness, acceptance, kindness, mindful traits, which are more enduring
characteristic ways of being.
Typically, mindfulness-based interventions include various types of practices,
such as meditations, which are intended to consciously inducemindful states. Under-
pinning these practices are emotional and attentional regulation strategies, aimed to
support physical well-being and emotional balance (Lutz et al. 2008). Mindfulness-
based interventions such as Mindfulness-Based Stress Reduction (MBSR), rather
than meditation practice alone, typically include additional psychoeducation and
contemplative enquiry to support awareness and insight as the basis for change.
Within educational contexts the term mindfulness training is also used to describe
more general programmes.Mindfulness training is used here to encompass the broad
range of interventions and general programmes that purport to use mindfulness as a
foundation.
In school environments, the experience of educator stress and burnout in teachers
is recognisedwith the potential formindfulness to support resilience in these contexts
(Jennings and DeMauro 2017). Here, mindfulness training may lead to several key
areas of integration for teachers including self-care, professional reflexivity and trans-
forming student learning (Shapiro et al. 2016). The rise in awareness and popularity
of mindfulness tools also suggests the need for accessible information about mind-
fulness and its relevance and application for teachers. Importantly, mindfulness prin-
ciples support trans-contextual ways of being, equally applicable and meaningful
in cultivating resilience in both professional environments and in personal life. The
development of an onlinemodule as part of theBuildingResilience in Teacher Educa-
tion (BRiTE) (Mansfield et al. 2016; see Chap. 3) programme is described here as an
example. This chapter will begin by exploring the empirical literature on mindful-
ness interventions in school environments and its relevance to developing resilience
for teachers. It will also provide an overview of BRiTE Mind, an online module
introducing mindfulness through the BRiTE programme, and the ways in which it is
intended to support key BRiTE concepts.
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10.2 The Impact of Mindfulness Training on Students
and Teachers
In educational contexts, the major focus of potential benefits has been student
programmes. The expansion of contemporary mindfulness follows earlier research
in medicine and psychology demonstrating positive outcomes of mindfulness-based
interventions such as MBSR (Van Dam et al. 2018), initially developed for pain
conditions, and subsequently adapted to support mental health and well-being more
broadly. For students, the increased implementation of programmes and empirical
research in the area have prompted several reviews and meta-analyses over the
last decade (e.g. Meiklejohn et al. 2012; Zenner et al. 2014; Maynard et al. 2017;
McKeering and Hwang 2019; Šouláková et al. 2019). While these reviews have been
mixed in finding support for improved academic outcomes, there is more consis-
tent support for potential benefits for elementary and high-school-aged students in
socio-emotional processes and well-being.
Despite the potential benefits, a range of authors recognise the limitations in the
research, such as absence of school-collected academic or behavioural outcome data
(Felver et al. 2016), or the cultural context in which mindfulness is implemented
(Long et al. 2018). All reviews recognise the need for higher quality, appropriately
powered studies, that explore longer term outcomes, consistent with more recent
critiques of mindfulness-based intervention research more generally (Van Dam et al.
2018). Considerable work is needed empirically to evaluate specific programmes
(Semple et al. 2017) and establish consistent findings to inform evidence-based prac-
tice (McKeering and Hwang 2019). Further, some authors have also recognised the
limitations of programme implementation focused solely on students, instead advo-
cating for multilevel integrated interventions that support both students and teachers
(Meiklejohn et al. 2012).
With teachers often at the forefront of increasing demands and stressors, the
potential benefits of mindfulness have been promoted by a range of authors for
teachers and teacher resilience (e.g. Jennings 2015a) as well as in teacher education
(e.g. Zimmerman 2018). Even prior to mindfulness training, increased levels of trait
mindfulness in teachers have been associated with reduced symptoms of distress,
occupational stress and burnout (Braun et al. 2019) and classroom quality such as
emotional support (see e.g. Jennings 2015b; Molloy Elreda et al. 2019). In addition
to teacher resilience, Siegel et al. (2016) also suggest that mindful teachers facili-
tate student resilience through mindful relationships founded in Presence, Attune-
ment, Resonance, and Trust (PART). This potential has resulted in the development
of tailored mindfulness-based teacher professional development programmes such
Cultivating Awareness and Resilience in Education (CARE) for Teachers (Jennings
et al. 2013) as well as mindfulness training more generally. A recent review also
suggested potential benefits with pre-service teachers (Birchinall et al. 2019). Empir-
ical research of mindfulness training has evaluated impact on both personal and
professional outcomes.
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In terms of personal outcomes for teachers, positive benefits of mindfulness
training have included reduced self-reported symptoms of psychological stress and
improved well-being (e.g. Benn et al. 2012; Hwang et al. 2017; Roeser et al. 2013;
Todd et al. 2019). Studies with pre-service teachers have found mixed results,
reporting that mindfulness training compared to control group showed improve-
ments in well-being (Hue and Lau 2015) and emotional clarity and emotion regu-
lation (Kerr et al. 2017) but neither found significant reductions in stress, although
mindfulness was predictive of symptoms of stress, depression and anxiety (Hue and
Lau 2015). Another study by Garner et al. (2018) found that breathing awareness
meditation infusedwith social-emotional learning demonstrated improved emotional
competence compared with a control group of breathing awareness meditation only.
The range of mixed findings may in part be due to methodological and programme
variations.
In an evaluation of the Community Approach to Learning Mindfully (CALM)
programme for teachers, improvements were demonstrated in both self-report and
physiological measures such as blood pressure compared to control condition (Harris
et al. 2016; cf. Roeser et al. 2013). Reductions in anxiety were also found in mind-
fulness training through MBSR and the Foundations programme, with MBSR alone
showing benefits in depression symptoms (Todd et al. 2019). Mindfulness training
has also shown increases in self-compassion (e.g. Roeser et al. 2013; Hwang et al.
2017), benefits to self-regulation (Frank et al. 2015), as well as reduced symptoms
of burnout and improved cognitive functioning (Roeser et al. 2013). Other studies
have explored impact on sleep, identifying positive benefits to quality and reduced
sleep difficulties (e.g. Crain et al. 2017; Frank et al. 2015; Hwang et al. 2017).
These findings are generally echoed in a review of nineteen studies evaluating
mindfulness interventions for educators, identifying positive outcomes across most
measures of psychological distress, burnout and well-being (Lomas et al. 2017).
Similarly, Jennings and DeMauro (2017) summarised and reviewed a range of
mindfulness-based training programmes used with teachers such as CARE for
Teachers (e.g. Jennings et al. 2013), and Stress Management and Relaxation Tech-
niques (SMART) in Education (see e.g. Benn et al. 2012) demonstrating improve-
ments in stress and well-being, as well as the acceptability and feasibility of use
with teachers. The CARE programme in particular has shown positive effects across
measures of emotion regulation, stress, burnout and mindfulness (Jennings et al.
2017). While initial results are promising, as with the literature for student mindful-
ness programmes, it is acknowledged that there is heterogeneity in programme char-
acteristics, aswell as empirical studies,with higher quality studies neededwith longer
term evaluations (Jennings and DeMauro 2017; Lomas et al. 2017). Similar sugges-
tions were noted in a review of the state of research on mindfulness interventions for
in-service teachers (Hwang et al. 2017).
Other studies have evaluated the impact of mindfulness training on teacher effec-
tiveness, classroom quality and students. An early review identified potential benefits
in teaching self-efficacy, managing classroom behaviour and maintaining supportive
student–teacher relationships (Meiklejohn et al. 2012). Others have found a reduc-
tion in challenging behaviours in studentswith amild intellectual disability following
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teacher attendance at an 8-week mindfulness training programme applying mindful-
ness to the classroom (Singh et al. 2013). It may also improve beliefs about chal-
lenging child behaviour in pre-service teachers (Garner et al. 2018). Evaluation of the
CARE for Teachers programme compared to waitlist control (Jennings et al. 2013)
and a cluster randomised trial (Jennings et al. 2017) identified improved classroom
quality interactions through the domain of emotional support. In contrast, another
cluster randomised trial (Hwang et al. 2017) found benefits to personal well-being
(e.g. perceived stress, sleep) and students’ sense of connectedness to teachers, but
not in teaching efficacy or student–teacher relationships. Again, however, differences
in outcomes may reflect differences in programme components, implementation or
measurement.
Overall, despite the relatively small pool of studies, mindfulness training for
teachers as reported in the literature seems to support personal resilience and well-
being, and in some cases may also generate flow-on benefits to classroom environ-
ments and student behaviour. While there is limited literature with mixed findings
for pre-service teachers, given the potential impact for teachers more broadly, some
authors have suggested there may be potential benefit (Birchinall et al. 2019). There
is clearly a need for more high-quality studies and a need to explore how differences
in programme design, implementation and measurement may impact on outcomes
(Lomas et al. 2017). This may be facilitated by further exploring potential processes
and mediational factors that help us understand why mindfulness training, or what
aspects of mindfulness, help to make a difference to well-being and resilience.
In particular, improvements in some aspects of mindfulness skills, such as
observing, non-judgement and non-reactivity may be of importance and worth
emphasising (e.g. Todd et al. 2019). A qualitative synthesis by Hwang et al. (2017)
suggests the importance of awareness, and changing relationship to experience,
potentially through non-reactivity, in supporting improved relationships and mindful
coping to manage difficult emotions. This may highlight the importance of self-
compassion as an important mediator in improved well-being and reduced distress
(Roeser et al. 2013). Further, a review by Emerson et al. (2017) suggests that mind-
fulness and self-compassionmay lead tomore effective emotion regulation processes
and improved teacher efficacy, which together reduce stress. In combination, there is
an emerging literature that may help to identify key facets worth highlighting, such
as awareness of experience, orientations to experience such as non-reactivity and
compassion, and factors related to emotion regulation to manage emotions.
In sum, the empirical research base evaluating the impact of mindfulness training
and mindfulness-based programmes in education is heterogenous and complex,
mirroring the diverse range of programmes offered in educational settings, and
similarly mindfulness training tools, such as mobile phone apps, currently available
worldwide. Given the paucity of high-quality studies to contribute to evidence-based
practice, reviews of the empirical literature are understandably cautious (e.g. Hwang
et al. 2017; Lomas et al. 2017; McKeering and Hwang 2019; Semple et al. 2017).
Nevertheless, the potential for mindfulness to contribute to improved resilience,
personal well-being and interpersonal relationships in educational contexts remains
promising (e.g. Jennings and DeMauro 2017). Importantly, given the frequency of
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reports in the media, educators may be interested in pursuing mindfulness practice
independent (or unaware) of any concerns highlighted in the scientific literature.
In the current climate, it seems particularly important to develop easily accessible
educational resources that introduce teachers to mindfulness related concepts, to
support them in how they may use mindfulness to cultivate personal and professional
resilience. BRiTE Mind is an online module introducing mindfulness developed
for pre-service teachers, linked conceptually to resilience and embedded within the
established online Building Resilience in Teacher Education (BRiTE) programme.
Yet pre-service teachers in contemporary education settings are likely to have already
heard about mindfulness, may have experience with mindfulness practice, and may
be exposed to an accessible range of mindfulness programmes and tools. As such,
BRiTE Mind attempts to take account of the complexities in the available literature,
recognise existing experience, tools and programmes, and seek to translate these in a
way that supports pre-service teachers to navigate how they may apply mindfulness
practices and principles, to cultivate resilience in personal and professional contexts.
10.3 BRiTE Mind: Supporting the BRiTE Programme
in Cultivating Mindful Resilience
The potential for mindfulness to support resilience in teachers is a growing area of
academic and professional interest. The core principles ofmindfulness, such as being
present oriented, with openness, acceptance, clarity and flexibility, may contribute to
adaptive appraisals and action regulation that support coping for everyday resilience
(Skinners and Beer 2016). The online BRiTE programme provides a framework for
understanding and developing resilience in teachers, centred around key concepts
in BRiTE: Building resilience, Relationships, Wellbeing, Taking initiative, and
Emotions. An overview of how mindfulness may be linked to these concepts is
described later.
There are several key aims and intentions in the development of BRiTE Mind.
First, it aims to provide an introductory overview of mindfulness related concepts, to
support developing resilience as explored through the BRiTE programme. Second,
given the availability of mindfulness programmes and tools, the purpose of BRiTE
Mind was not to replicate or create another mindfulness training programme, but
rather to build and extend knowledge about mindfulness, clarifying common under-
standings and misconceptions that have been perpetuated in the media (e.g. Van
Dam et al. 2018). The intention here was to strengthen a balanced understanding of
mindfulness as a concept and a practice rather than setting expectations that it is a
quick fix, panacea, designed to encourage individual coping with systemic problems
(see Correia and Strehlow 2018; Walsh 2016). With this in mind, a third key aim
was to support knowledge translation, with opportunities to scaffold application of
mindfulness to personal and professional situations.
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10.4 Key Elements of Mindfulness and Mindful Practice
Introducing mindfulness through BRiTEMind required a framework that could help
pre-service teachers translate mindfulness concepts and practice into personal and
professional contexts. Given the historical roots ofmindfulness, as well as the diverse
literature on its secular and empirical development, the semantic ambiguity makes
distilling broad perspectives into key concepts challenging (Van Dam et al. 2018).
However,while the literature varies, a range of authors have attempted to identify core
features and key components, from both contemporary and traditional perspectives.
Distinguishing between core featuresmay be helpful given some research identifying
that differentmeditationpractices that emphasise different qualities canhavedifferent
effects (see e.g. Lippelt et al. 2014). In BRiTE Mind, key elements are brought
together in a broad framework (see Fig. 10.1).
While other mindfulness practice models are available, the model here is neces-
sarily simplified in order to enhance accessibility and orient introductory under-
standing about mindfulness. It captures key definitional qualities, is applied to a
range of mindfulness meditation practices, and supports application of such quali-
ties to specific personal and professional situations as described in BRiTE. These
qualities are obviously interconnected and integrated in practice but are distinguished
below.
• Present: Mindfulness practice is present oriented, and the emphasis is typically
on immediate experience, as described in definitions (e.g. Bishop 2004). This
promotes learning that experiences are impermanent and transient, and practicing
letting go, rather than getting caught in the past or the future (Kabat-Zinn 1994).
The model also recognises the importance of being fully present and connected
with purpose.
• Attention: The gathering of attention in a purposeful way is included in most
definitions, considered by some a primary feature of practice (Van Dam et al.
Fig. 10.1 BRiTE Mind
framework for demonstrating
key features of mindfulness
practice, with permissions




2018). Mindfulness approaches recognise the automatic alerting nature of atten-
tion towards salient stimuli and practices attempt to train attention towards inten-
tionality. This includes directing and orienting attention to a chosen object,
shifting attention away from distractors back to the selected object of attention
and sustaining or maintaining attention (see Jennings 2015a; Lutz et al. 2008).
• Awareness: Attending to present moment experience allows us to tune in and
become aware, observing with clarity the stimuli or reactions in our internal and
external environments. Open monitoring allows us to observe different stimuli
without necessarily becoming attached to any one of them (Lutz et al. 2008). This
may include describing through noting or labelling sensations, thoughts, feelings
and impulses without acting on them (non-reactivity).
• Attitude: This is intended to capture the attitudes and qualities that provide a
context for how we relate to attentional and awareness processes. This includes
emotional tone and intentions (e.g. VanDam et al. 2018), and encompasses ethical
values, which are key in teaching practices, especially around reducing harm and
suffering, and promoting helpful ways of being. Attitudes of openness, curiosity,
non-judgemental acceptance, patience, respect, dignity, compassion and kindness
help us to gently observe and act without harmful reactivity, and generate helpful
actions.
• Act with Intention: In addition to attention and attitude, some authors emphasise
intention (Shapiro et al. 2016), and others suggest that action regulation facilitates
coping in teacher resilience (Skinner andBeers 2016). Beingmindful, consciously
intentional in our actions allows us to respond with conscious intention, choice
and flexibility, rather than just acting based on habits and automatic reactions
learned from past experience (e.g. attachments and aversions). This reinforces
non-reactivity, allowing thoughts, feelings, sensations to come and go, rather
than subsuming to automatic or conditioned processes.
In BRiTE Mind, these are applied to typical practices and experiences such
as breathing. For example, if experiencing distress and rumination about a diffi-
cult classroom experience, bringing attention to the breath in the present moment,
tuning in with awareness to observe different sensations, bringing an attitude of non-
judgemental acceptance to those experiences, as well as compassion and care (rather
than self criticism) when we become aware our mind has wandered, then acting with
intention to redirect attention back to the breath, gently and kindly, time and again.
Similarly, it is applied to interpersonal situations such as working with students: we
can bring our attention to be truly present with full awareness—we notice, observe,
and tune in to what the student is saying with an attitude of openness and curiosity,
slowing ourselves down to listen deeply rather than through our own agenda. If we
notice our mind has wandered, we bring our attention back to the present interaction,
with an attitude of curiosity, kindness and compassion, with conscious intention in
how we respond. The combination of these aspects are key in linking to resilience
as explored through the BRiTE programme, and are relevant to cultivating resilience
in both personal and professional contexts. For example, being mindfully present in
family relationships is beneficial both to “switch off fromwork” to support work-life
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balance, and also in staying present in personal relationships. Examples that highlight
these aspects are explored in BRiTE Mind.
10.5 Links Between Resilience Concepts in BRiTE
and Mindfulness Approaches
Bringing together key concepts in BRiTE Mind provides an underlying frame-
work to support key concepts of resilience outlined in the BRiTE program. Exam-
ples with links to teacher applications are provided in Table 10.1. The Emotion
module in BRiTE is of key relevance to many resilience concepts in BRiTE, and
support awareness of and management of emotions, which is similarly a core feature
of mindfulness-based interventions. Shapiro et al. (2016) suggest that mindful-
ness may promote coping in everyday resilience by reducing reactivity and impul-
sivity, promoting openness, flexibility and action regulation in response to emotions
and adaptive post-event processing of emotions for learning. Empirically, research
suggests that mindfulness may improve emotion regulation (Roemer et al. 2015),
including for teachers (Emerson et al. 2017). This may be through reducing avoid-
ance (e.g. Prakash et al. 2017) and improving non-reactivity (e.g. Curtiss et al. 2017;
Iani et al. 2019). Mindfulness training may also help to reduce reactivity, as well
as reduce worry and rumination, which may lead to improved mental health and
well-being (Gu et al. 2015). The mindfulness-based CARE programme for teachers
specifically found positive benefits for adaptive emotion regulation (Jennings et al.
2017).
To support emotion awareness in particular, BRiTEMind refers towork byGilbert
(2013) describing a model of emotion regulation systems including threat, empha-
sising protection from perceived danger, drive (incentive and resource seeking) and
affiliative soothing (calming and affiliative focused). The model is part of Gilbert’s
compassion-based approaches (e.g. Compassionate Mind Training) and is based on
research and models in affective neuroscience. Some authors describe a range of
other systems (e.g. Panksepp 2005) but the simplified model is intuitive in practice,
and facilitates naming, labelling, and exploring the nature of emotional systems, with
a recognition of how they may need to change. Gilbert (2013) emphasises the impor-
tant role of all systems in adaptive emotion regulation, such that underactivity of the
soothing system (and/or overactivity of the threat/drive systems) may lead to experi-
ences of chronic stress, highlighting how change might be needed. Further, with the
soothing system potentially playing a key role in care, the balance of these systems
is argued to be crucial in supporting compassion and developing a compassionate
mind (Gilbert 2013).
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Table 10.1 Links between example concepts of resilience in BRiTE and Mindfulness approaches
Example BRiTE concepts Example links to mindfulness
Building Resilience:
• Adaptive responding to challenges, stressors
and demands (both personally and
systemically) with sufficient resources in a
way that sustains wellbeing.
• Mindful practices (e.g. mindful breathing) to
help calm and reduce personal threat
reactivity
• Awareness of automatic habits and reactions
(personally and systemically)
• Attitudes (e.g. care and discernment,
compassion) to acknowledge struggle and
motivate changes
• Act with intentions through action regulation
to reduce harm and promote adaptive flexible
responding (personally and systemically)
Relationships:
• Development and maintenance of positive
relationships
• Adapting to new communities
• Working together in teams
• Present and connected through attention and
awareness in relationships with students and
staff
• Act with intention to bring mindful
awareness, attitudes (including ethical
values) of non-judgemental acceptance of
differences, kindness, compassion to
ourselves and others to work together
effectively
Wellbeing:
• Developing work-life balance
• Maintaining motivation through persistence
and self-efficacy
• Recognising and responding to (dis)stress to
support personal well-being
• Awareness of balance/imbalance of demands
and resources and the nature of related habits
• Remembering to bring attention to
experiences (including distress) with care
and discernment, and responding to distress
with kindness, compassion and seeking
support when needed
• Act with intention around time management
to support self-care, maintain attentional






• Mindful practices to slow down, observe
with non-reactivity, to understand problem
situations as they are, and be flexible and
adaptive to make choices with intention in
response
• Attitudes (e.g. care, compassion) to support
making changes to reduce struggle and seek
support
• Directing attention with gentle patience and
non-judgemental acceptance, kindness,
compassion to listen and communicate
effectively
(continued)
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Table 10.1 (continued)
Example BRiTE concepts Example links to mindfulness
Emotions
• Awareness of and managing emotions
• Developing optimism
• Awareness of thoughts, physical responses,
impulses, habits, with non-reactivity; act
with intention to make choices about our
behaviour
• Act with intention through breathing, with
mindful attitudes of openness, curiosity,
non-judgemental acceptance, patience,
compassion
10.6 Application to Teacher Experiences—Examples
of Mindful Responding in Practice
One of the key aimswas to support knowledge translation of mindfulness approaches
into personal and professional experiences. Some examples of mindful responding
in practice and application to teacher experiences are provided in Table 10.2. The
BRiTE Mind module attempts to bring these kinds of applications to experiences
to life through an interactive module, where participants are invited to engage with
online activities that promote clarification, observation, reflection and enquiry. For
example, in recognising thatmany individualsmay already have experiencedmindful
moments, participants are invited to share a “mindful moment” to the community,
prompted to provide a description that emphasizes awareness and observations of
experience rather than a narrative.
In particular, however, participants are invited to explore six case scenarios of
typical teacher experiences in personal and professional contexts (developed by
Mansfield). These case scenarios are similar to those presented in Table 10.2. Using
an interactive web-based tool, participants can generate the likely relative intensity of
different emotion regulation systems (threat, drive, soothing), adapted fromGilbert’s
(2013) model. Participants are also invited to generate examples of possible changes
that could be made to improve adaptive responses. For each of the cases, participants
are also invited to differentiate between responses that may be more reflective of
autopilot/automatic reactivity as compared to the application of mindful approaches
to responding, highlighting a key concept frommindfulness-based interventions such
as MBSR (e.g. Kabat-Zinn 1994). Participants can also interact with the framework
in Fig. 10.1 to generate how each aspect might support the development of mindful
responding similar to the examples in Table 10.2, and linked to concepts of resilience
in BRiTE.
While BRiTE Mind should be considered an educational resource to support the
application of mindfulness rather than a mindfulness-based programme per se, the
module does provide links to sample practices, whilst recognising that the devel-
opment of sustained personal practice is best supported by a mindfulness teacher.
In addition, at the end of the module, participants are provided with a range of
resources, highlighting empirically evaluated programmes, interventions and tools.
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Table 10.2 Example applications of mindful responses in practice
Example case and BRiTE concepts Example of mindful approach to teacher
experiences
Case example: Teacher–student conflict:
student seems oppositional and seems to
encourage other students to act the same
• Building Resilience: adaptive responding to
challenges, stressors and demands
• Relationships: Development and
maintenance of positive relationships
• Emotions: Awareness of and managing
emotions
“In the moment, I am aware that my threat
system becomes activated—I notice my own
self criticism and worry about losing control of
the class. I pause to bring mindful attention to
my breathing, whilst remaining present in
class. This slowing down helps me to “step
back”, to bring an attitude of acceptance and
compassion to the situation, seeing it for what
is really is: two human beings feeling
threatened, struggling—trying to cope and
maintain control over the situation. I remind
my self of my ethical values and intentions to
play my PART: responding through Presence,
Attunement, Resonance, and Trust to respond
warmly to the student rather than defensively.
An attitude of acceptance also helps me to
recognise my difficulties with the situation and
act with intention to seek consultation with
senior staff.”
Case example: Teacher is out at a social event
and is distracted and pre-occupied with
thoughts and about difficulties with a class.
• Wellbeing: e.g. Developing work-life
balance, recognising and responding to
(dis)stress
• Taking initiative: e.g. Problem solving, Help
seeking
“While I am out with friends, I notice that my
mind keeps wandering to thoughts of work.
Rather than get caught up with judging myself
about being distracted, I bring warm
acceptance and compassionate understanding
to recognising that this is because I have high
standards and want to solve problems
quickly—but I also acknowledge that right
now what is helpful for self -care is switching
off from work and being present to my
relationships. I bring attention to listening,
following the conversation. Each time my
attention wanders I bring it back to the sounds
of others, opening up to the joy around me with
an attitude of appreciation. This helps me to
feel a sense of safeness and soothing to feel
recharged. At work the next day, I use mindful
practices to slow down and assess the
difficulties with non-reactivity, so I can more
easily brainstorm different options that I can
raise in the next staff meeting and be open to
feedback.”
This is intended to support those interested in mindfulness to engage in a more
structured process for mindfulness training.
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10.7 Limitations and Conclusions
As an introductory module to mindfulness as linked to BRiTE, there are clear limits
of what can be included. Given the historical roots of mindfulness, as well as the
diverse literature on its secular and empirical development, there is semantic ambi-
guity in the field, and distilling broad perspectives into key concepts can be chal-
lenging (Van Dam et al. 2018). This is especially the case given that mindfulness
practices historically have been embedded within years of intense experiential and
contemplative training to facilitate insight and understanding. Even as an introduc-
tory module, the capacity for BRiTE Mind to improve and clarify understandings
of mindfulness related concepts as related to resilience in BRiTE will need to be
evaluated through future research. Nevertheless, BRiTEMind does make an attempt
to clarify common understandings, with explicit discussion about misconceptions,
whilst balancing this with the potential benefits in application, and supporting the
existing empirical literature linking mindfulness training and resilience. One of the
strengths of BRiTE Mind is the inclusion of a framework that supports generalis-
able application of mindfulness qualities and translation of this into personal and
professional teacher contexts, which may optimise mindful responding and cultivate
resilience in pre-service teachers.
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